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Abstract: In recent decades, the issue of exclusion hasedgirominence in the discourses of
social policy, education and social structures i@hationships. Essentially, exclusion is a concept
that captures a way of positioning oneself witharegto the surrounding social and natural
environment, an approach to viewing the world aciihg within it. These ways of being in the
world, which are grounded in our life experiencesl @&an be either exclusion - or inclusion-
oriented, notably either essentially sustainablermustainable, are an important issue of concern.
Alienation and disconnection in mutual relationshipetween individuals and the surrounding
social and natural environment can have destruatiMesequences, which is why we need to
recognise that individuals are mutually interredaite a plurality of relationships with human and
non-human others. Thus, to survive and retain thehEas a favourable habitat for future
generations, we must basically alter our relatigngtith the world to make it more inclusive and
sustainable. It requires a shift in the way we pime the world and ourselves within it, which
entails significant implications for education dtlavels and teacher education in particular. In
2001, the South African department of Educationpéelb the White Paper 6, which led to the
implementation of inclusive education. This breaittyh was meant to be stepping stone to
ensuring the accommodation of various learners rexpang barriers to learning in ordinary
schools. This article deals with the needs of learexperiencing barriers to learning and their
immediate support from ordinary teachers, who ftiienbackbone of support within the inclusive
classroom. However, the teachers themselves al@émeed of support. Teachers, on the other
hand, experience various demands due to the croedettulum. In most schools there are no
dedicated staff employed to provide support andnselling to learners and teachers. It was
therefore important to ask a question whether techers were able to deal with learners
experiencing barriers to learning. The objectivehi$ paper was to clarify the range of special
needs to be included in ordinary classes, anddasfon the challenges and demands this situation
places on teachers. The findings of this study alsiot to some severe deficits by teachers to
handle issues of sexuality and HIV and AIDS, eittiee to lack of knowledge, pressure at work,
or negative attitude about discussing them withinles. This calls for either proper pre-service
training or in-service training of teachers towally and AIDS support.
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INTRODUCTION

recognises the fervent aspiration for acceptandechwis felt by learners experiencing barriers ¢arhing.
Inclusive education should also recognise eacméar unique intelligence and ability. Furthermdrelusive
education promotes placement of learners in lad@bals (Hay, 2003).

I nclusive education is a socially driven model whgreat emphasis is placed on equality in humantsigh

The introduction of full-service schools was a tesfia need for mainstream schools to be specidlyipped to
address a full range of barriers to learning iniraciusive education setting (DoE, 2005b). In additito their
ordinary learner population, full-service schoots/é to be accessible to most learners in an areaexperience
barriers to learning and provide the necessaryatipim the initial implementation stages, thedédarvice schools
would be models of institutional change, which eefl effective inclusive cultures, policies and pices (DoE,
2001).
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“Teachers in full-service schools should be resjiasfor developing supportive strategies to asksirners

experiencing moderate barriers to learning, to mtentransformation regarding the implementatiorinafusive

education” (DoE, 2002b). Voltz, Brazil and Ford @29 mention that, inclusion does not refer to agpdsl space;
but refers to a condition or state of being. Hemgelusive education has more to do with how teeshespond to
individual differences than it has to do with theypical placement of learners. Transforming ordirsthools into
full-service schools is thus not a technical exardio provide improved facilities but a fundamenthhnge of
principles and practices of the school (DoE, 2002b)

Swart, Engelbrecht, Eloff and Pettipher (2002) rraaimthat to recognise and respond to the diveessis of all

learners, an education system which provides sepa@@ucation (i.e., isolating special educationmfrordinary

education) must be transformed into a single irtiEgk system. In other words rather than seeingiohahl learners
as being inadequate to fit into the system, thetersig is on the system itself and the factors withe system that
cause barriers to learning. The approach of “chamgfie person” should change to a “system-changeoaph”

(Swart et al., 2002). To implement this in practieguires teachers to become the key actors inrdetieg the

quality of inclusive education.

Problem Statement

Although research suggests clearly that every &gamunique, learners are often still taught irinsi@eam schools
as if they have identical educational needs ance&rtions (HESA, 2008). Effective teachers nee@valuate
learners in such a way that their unique abilitlesjtations and barriers to learning are addressgelquately to
avert treating all in the same way. Certain valaes expected from teachers. They must be abledonanodate
and understand. They must have empathy and sympEgaghers bring their own experiences, valueshatigfs
into the classroom and many teachers experienaega measure of ambiguity regarding HIV and AID§ [Bis
clear that they realise that they must cognitiv&lpport and nurture the learner living with HIV t mmotionally
they remain somewhat detached. This is probabkedrto the lack of proper training on the partezfdhers.

Aim of Research

The purpose of this study was to investigate thelters’ experiences in implementing inclusive etlanadn a pilot
school in East London in South Africa.

Specific Objective
» To explore the obstacles that teachers encounteglementing inclusive education in their classnso
Literature Review and Theoretical Framework

As reported by Kvalsvig, Chhagan and Taylor (20d7xn overview of the special needs of childremntivwith
HIV, children living with HIV risk neurological indt (Potterton, 2005). Infected children may hawaring
impairments, language and motor skill deficits,barand memory deficits, impaired visual-spatigiegrative
ability, poor executive function and hyperactivi§ome of this is reversible when learners are eatitnent, but
there is substantial evidence of residual problémschool-age children, including attention defidisorder and
hyperactivity. The clinical conditions in childranost likely to be noted in the school situationlue recurrent
infections and failure to thrive (Anand, 2006). Ada(2006) notes that the course of central nensstem
infection is characterised by delays in developmierss of acquired motor, speech, adaptive andakskills and
decreased interactions with the environment. Coplaantello, et al. (1998) found evidence of languag
deterioration, which usually improved after thdiation of antiretroviral therapy. Early diagnosisd treatment, or
good medical care seemed to have a protectiveeindiel in some cases, but the fact remains thatdaneic areas,
there will still be an increased need for specdikiation services.

The fact that some learners living with HIV progretowly in school and are older than other chiidrethe class
may be partly due to the fact that, they are fretjyell, or have to attend clinics for treatmenirposes, and may
have difficulty in keeping up with schoolwork.

Adult Learning Theory

Knowles (1984) is a strong proponent of the positivat adults do not learn like children. In selevarks, he
presents the following assumptions that guide s/ \of adult learning:

Adults have a need to know why they should learn something. Adults spend a considerable amount of time and
energy exploring what the benefits are of themniiegr something and the costs of them not learnorgething
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before they are willing to invest time in learniigit is seldom convincing for them to be told symeone (even the
boss) that it would be good for them.

Adults have a deep need to be self-directing. Adults develop a deep need to be seen by othdrsiag capable of
taking responsibility for themselves. Too oftentsners, we design training situations that pladelts back in
their childhood where they are told what where ahén and how to learn. Self-directedness is noséme as self-
paced. Self-paced means that the learner is ordigange of when to experience what the trainempinaduced. Self-
directed learning puts the learner in charge oftmmore.

Adults have a greater volume and different quality of experience than youth. Adults bring into the learning
situation a background of experience that is a redource. Adults have a broader base of experienaghich to

attach new ideas and skills and give them richeanimg. The more explicit these relationships (betwthe old and
the new) are made - through discussion and reflectithe deeper and more permanent the learningbeil

Experience is to adults, the chief source of sigfitity. If adults' experience is not made userofiitraining

experience, adults may see it as a rejection ohskéres.

Adults become ready to learn when they experiencein their life situations a need to know or be ableto doin
order to perform more effectively and satisfyingly. Some of the greatest mistakes of training have roedu
because of forcing people into training activiteefore they perceived a need for them. Adults agaist see a
need for training before learning will take place.

Adults enter into a learning experience with a task-centred orientation to learning. Learners (conditioned by
schools) have a subject-centred orientation taniegrwhere they focus on learning content to passta Adults by
virtue of life and work experiences develop a taskired or problem-centred orientation to learnihgraining is
developed around problem solving, then adultsledfn content with the intention of using it.

Adults are motivated to learn by both extrinsic and intrinsic motivators. Adult learners respond to extrinsic
motivators - promotion, bonuses, etc. - up to thimtpthat they are reasonably well satisfied. Hosvethe more
potent and persistent motivators are such intrimmitivators as the need for self-esteem, broadessabnsibilities,
power, and achievement. Adults may not be motivatektarn what they are told to learn unless therxc@ive a
need to learn. Quality training is built around tmmcept of nourishing those intrinsic motivatdrsarning feeds on
itself and suggests to the learner to become ewwr proficient in the job.

MATERIALSAND METHODS

A qualitative approach based on the interpretipiatadigm was used for the measurement of datarder do

explore the obstacles that teachers encounter ementing inclusive education in their classrooffise data
collection instrument was an unstructured intervisshedule; normally considered to be one of a rariggata
collection in qualitative research (Cohen, ManionMrr, 2000). In-depth interviews are those intews that
encourage the capturing of participants’ percegtiontheir own words. In this study, a determinetl &f criteria
were used for the interview in order to get dethiend rich information from the participants. Theerview

schedule was guided by the following questions,\ahdre necessary probing questions were asked:

(a) Please tell me about yourself as a professighpMWhen and how did you feel when inclusive edion was
introduced to you for the first time? (c) How didwfeel on the first day in class when you haddal avith learners
that experience barriers to learning? (d) What lohdearning barriers did your learners have tratsed you to
distress? (e) After a week how did you feel? (fiwHio you feel now since you have been implemernitictusive

education for two years? (g) How do you feel when gre completely confused, and what do you nognal? (h)
When learners drop out from school how do you feela teacher? (i) As a full-service school whatd kaf

assistance do you offer to other schools that ambrqou? (j) How do you feel when you have to deéh huge
classes? (k) How do you feel when learners fadlretie efforts you have made and why? (I) How do figel when
you have to go through this journey of inclusiveuestion alone without parental support? (m) What tize

Department of Education learn from your experiefices

Participants, who were selected purposely, exptahey the implementation of inclusive education wase and
the challenges they encountered during the prodegility of the instrument was achieved by pedrsesearchers
ensuring that the content was geared towards tjeetole of the research. Since the study employgdaitative
approach, data were analysed according to ten thehs emerged from the interview. Some responsa® w
reported word for word in order to capture exprssiphrases and sentences as presented by theipazentss
(Creswell, 2003). Participation in the study wasaowoluntary basis thus, no one was forced to @pétie in the
study. Secondly, participants were assured of amdgyand confidentiality (Creswell, 2003). Theredfprevery
effort was made to ensure that the identity of aeyawho participated in the study was kept confidént
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FINDINGS AND DISCUSSION

The teachers understood inclusive education from gblicy perspective however; in their explanatiaghe
following experiences which were later translatetd themes were uncovered:

Discomfort. The majority of the participants (75%) reported tiv@y experienced a feeling of discomfort when
they implemented inclusive education in class. lByfeeling of discomfort, the teachers meant they felt some
tension and uneasiness to perform their dutiesxpkementing agents of inclusive education.

The feeling of discomfort was reportedly causedhsy anxiety of having to implement inclusive ediaraffor the
first time. The grouping of slow learners togethduring group work activities. To some participantsis
discomfort persisted throughout the years. Howewéh some teachers, the discomfort was only expeed in the
first weeks of implementing inclusive educationr Boe teacher, the unpleasant sight of a child sthuggles in
class while others are enjoying the lesson causedmifort.

One teacher did not see inclusive education asatidn¢c which essentially was meant to respond tvidual
differences. The teacher regarded it from an ungbéreducational paradigm whereby mainstream eduncati
provided for ordinary and normal learners whilesthavith barriers needed something different butewarthe
classroom by default. Inclusive education was ustded as result of changed thinking and the hunigintsr
movement but the majority of the participants cdestd that differences should be acknowledged tirahe
provision of specialised schooling. Some teachienplg included the learner in a mainstream clastiebing no
further progress would be made and that placemastthe remedy for all barriers. This was in cobfiiith the
White Paper 6, which holds that all learners canrlend that it may be achieved through inclustecation.

Confusion. All the teachers reported that they experiencezklirfg of confusion when they implement inclusive
education in class. These teachers reportediyvegdraining for the implementation of inclusiveuedtion except
for one teacher. By the feeling of confusion, th@chers meant that they were in a state charaddrisa lack of
clear and orderly thought and behaviour when theysapposed to deal with learners experiencingdysarno
learning.
The feeling of confusion was reportedly caused by:

» The curriculum changes that have been taking ptattee education system.

* The lack of training.

e The low morale elicited by the Department of Edigrat

» The negative attitude towards inclusive educatit ked to one teacher denying everything thatas&ed

by the interviewer.

In this application, teachers, special educatiopeets, managers, and inspectors must be informedt ahe
importance and need for inclusive education. Moeepthe teachers must be put in a state, readgdonanmodate
learners that experience barriers to learning.

Incompetence. On reflection, all the teachers claimed that wheytentered the profession, they had not chosen to
teach children with barriers. They considered thay were not adequately trained to teach suckirghnil They
experienced a feeling of incompetence when theyampnted inclusive education in class. Three taache
reportedly received some training for the impleratioh of inclusive education. By the feeling of dnepetence, the
teachers meant that they lacked physical or irtteléd ability to implement inclusive education aadhers.
The feeling of incompetence was reportedly caused b

e The lack of training in inclusive education.

» Even though three of the teachers were trainedyaliveng was not enough.
One teacher still thought in terms of the medicallet and spoke of classifying and placement oflea, whereas
75% of the teachers did not think that way.
A human resource considered critical in facilitgtinclusive education within schools is the SchBated Support
Team (SBST). Teachers neither criticised their gramel, which comprised the SBST nor acknowledgedl ithwas
supportive. In all cases, they said either it ditiwmork or spoke within a context that it was imgrdtand essentially
comprised of teachers who like themselves did agehraining in special needs education.

Improvement. All the teachers in this study reported that theyegienced some form of improvement after a week
of implementing inclusive education in class. Afsleme time the three teachers realised that, theittmns were
not conducive as promised and things started terideate. By the feeling of improvement, the teashmeant they
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felt some change for the better in their inclustrategies just a few days after attending the slusk on inclusive
education.
The feeling of improvement was reportedly caused by

» An attendance of the workshop, which brought akouate light and enthusiasm to them.
One can suggest that the positive outcomes of shaueducation are not only academic, but improgk- s
confidence for both the teachers and the learrets dxperience barriers to learning. The teachlss felt that
through inclusive education, learners could pragiesll spheres of development, increase appriepbehaviours,
and decrease inappropriate behaviours.

Stress. The majority of the teachers (75%) reported thay thixperienced stress in their implementation disive
education. By the feeling of stress, the teacheyantthe difficulties that caused them to worrhave emotional
tension when they had to implement inclusive edanafhis stress was reportedly experienced througthe
different intervals of implementing inclusive edtioa.
The feeling of stress was reportedly caused by:

* The administrative requirements of the new curtioul

» Lack of appropriate training for teachers.

» Lack of support from the DBST and the SBST.
Teachers considered that knowledge would providehers with the confidence and capacity to managledive
teaching. Without appropriate training teachersenagoparently negatively predisposed to inclusiiritgducation.
The availability and provision of sufficient suppaesources would lessen the burden of additiorattter
responsibilities and the amount of time requirethefteachers to address the needs of diverseetsama expressed
by the teachers.

Alienation. Seventy five per cent of the teachers reportexpegence a feeling of alienation in their procets
implementing inclusive education. By the feelingatiénation, the teachers meant that they felttiedend
rejected by the Department of Education. Teachmsstsemselves as alienated in terms of the supipeytneeded
from the department.
The feeling of alienation was reportedly caused by:

» The taking of decisions by the DoE without consigitthe teachers.

» The theoretical assumptions that the DoE holdsawithvithessing what is taking place in the classroo

* The violation of the children’s rights by not traig the teachers.
Retaining a learner for more than one academic yemr considered to be delaying the earlier assegsamel
identification of learners with barriers that wouténefit a learner far more than retention in naé&@sn where
through lack of appropriate teaching methods; tfadlyfurther behind than they were a year beforeodgh the
teachers considered the idea to be good in theabey felt that there had not been enough plannindg a
consideration of all the problems. Teachers cometti¢hat there were weaknesses in the districtedfiand at
national level that created weaknesses in theicedelivery.

Most of the teachers felt that authorities werewara of the problems the teachers faced, becaesBdpartment
of Education had distanced itself from the schbtidreover, as a democratic country the childrergbts were not
protected since no efforts had been made to tesinhers to deal with diversity in education. Suslerity was
more than barriers within the learner, but includifferent socio economic backgrounds. Accordingmuat the
teachers reported, the DoE takes most of the desisvithout including the teachers, which play eyvaucial role
in implementing inclusive education. This alienatigill have a ripple effect that may backfire or tthepartment’s
long-term plan to further roll out inclusive eduoatto other schools.

Discontentment. All the teachers in this study expressed a feaifndiscontentment when they implement inclusive
education in the classrooms. This feeling was comarong those who were trained and the other omewels
not trained. By the feeling of discontentment ti&chers meant that they had persistent desir@foething better
than the situation they found themselves in. Thisappiness was prevalent at different periodsef th
implementation process of inclusive education.
The feeling of discontentment was reportedly caused

» The lack of resources (human, physical and findncia

» Overcrowded classes.

e The lack of parental support.
Children lacking basic concepts were in schoolsicivitould not support concept development withalgcaate
resources. Schools are supposed to go on field sjonsored by the education department. This @septly
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unaffordable for many schools, which have to paytfe transport. Diligent and experienced teaclerssider
classroom resources critical. Such learners, whoecérom deprived environments and have little faatiuh

knowledge on which to build concepts, need adeqesteurces.

For teachers, the lack of parental support wasidered a recurring problem. Teachers were mostlactoeir

criticism of parents. Lack of responsibility andadequate parenting skills negatively affected ttagess of the
learner. Factors pertaining to parenting problemsnally include family breakdown, single parents amorking

mothers; delegation of responsibility to afterctaeilities; lack of education and resources of ptaediffering

values caused by the generation gap. A generaldbelucational accountability and responsibilggor parenting
skills and the need for parenting courses; andittieof parent involvement was a stressor for teeh

Compulsion. Two teachers (50%) reported that they experiendeélang of compulsion when inclusive education
was introduced to them for the first time. By tleelfng of compulsion, the teachers meant thereandgrational
motive by the Department of Education to perforetéive actions against their will.
The feeling of compulsion was reportedly caused by:

» The fact that, specialist teachers are not the omgs to implement inclusive education but alltérechers

in a full-service school.

The DoE has to convince teachers that inclusiveatitin is here to stay. The fact that it is beiilgtpd does not
mean there is a possibility of it being scraped &ff other words, the compulsion that the teacHelsin
implementing inclusive education should not bee¢herstead, inclusive education should be spontanand all the
necessary resources be provided.

Empathy. Two teachers (50%) reported that they experiendeélang of empathy towards learners who were
experiencing barriers to learning and those whewet. By the feeling of empathy, the teachers mibeay had a
deeper understanding of the learners’ situatiafitagy were part of them.
The feeling of empathy was reportedly caused by:

* The caring mind-set of being a parent.
Although all the teachers felt overwhelmed, thalgtiound that since most teachers at primary schaa females,
sometimes their motherly instinct kicked in andeleped into empathy. For instance one teacherdstaté had to
use my own experience as a parent as to what teitthesuch learners.”

Negativity. All the teachers reported that they felt negatweards the implementation of inclusive education in
general. By the feeling of negativity, the teachmesant a habitual scepticism and a tendency thatechthem to
resist the change that was brought about by theduttion of inclusive education in their school.
The feeling of negativity was reportedly caused by:

» The impression that, the teachers who went to thrdksthops were the only ones to teach inclusive

classrooms.

* Along list of unfulfilled promises made by the tdist officials to the school.

e The teachers’ denial that there were learners bathiers to learning in their classrooms.

e The inability to cope with the demands of inclusadication.
Teachers considered the following factor to pressgnificant challenges in the implementation oflisive
education. The currently used curriculum (OutconBesmsed Education) requires an enormous amount of
administration at the cost of good teaching. Thacstire of the curriculum does not allow for enoughe for
important academic subjects and creates much tiepetir over-emphasis on other areas. It is alsoraculum,
which has failed in other countries but it is use@ country where there are less supporting strastand more
challenges. All the teachers held the opinion ttiere might be a future for inclusive educationt b depended
upon proper training and education.

Practical Recommendations

New programmes and curricula must be developed det mhildren’s needs proactively. In most caseisjscr
management is the order of the day for childredistress. Teacher education should devise courseaibored to
the demands of the situation, and recruit suitahldents.

Specific assessment of learners that experienaeetsato learning by a trained teacher is necesaadyshould be
done periodically at classroom level. This will iasg0o determine the changes in performance andtifgethe
necessary classroom support required by each kearne

The Ministry of Education should recruit trainedesial needs education officers to supervise andsadthe
schools.
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Administrative staff should be trained to keep aat®i records on absenteeism, school performancg, an
anthropometry and these should be used to idecttifgren’s problems, so that a strategy to ashkistchild can be
worked out between the school and the child’s famil

Most often, developing countries are supplied wathricula and materials from developed countriet tho not
quite fit the needs and expectations of learnedstainees in developing countries. Although curdtion planners
should consult widely, they should also use cullyrappropriate local examples and illustrations endver
possible.

Teachers will have an easier task if they work imith supportive community. This can be achieveatchers are
willing to make their expertise available to thedei community.

It should be possible for curriculum planners agachers to produce home learning programmes ftarehiwho
are unable to attend school.

It is important to provide accurate and scientifitormation to learners and teachers alike, teayagppropriate
content and develop life skills and basic first pithciples.

Training in HIV and AIDS should be compulsory fdrteachers. Training initiatives should address dftitudes of
pre-service and in-service teachers, because fisdirom the study indicate that teachers need emgh their
attitudes and demonstrate collective care for themmers. Training initiatives should also inclisieategies on how
to support the learning of learners living with HIV

CONCLUSIONS

The study demonstrates that teachers have a ndewtowhy they should learn something. When thehees are
educated on the benefits of inclusive, it wouldelasy for them to accommodate various learners wpergnce
barriers to learning in their classrooms.

Teachers have a deep need to be self-directing.nWhee teacher’s attitude towards learners livinghwHlIlV is
changed, the teachers spontaneously become pranadtieiclusive education and become actively ingdlin their
communities.

Teachers have a greater volume and different gquafiexperience that should be used to design aeketeaching
material for learners experiencing barriers toriesy.

Teachers become ready to learn when they experiartbeir life situations a need to know. Teachduaation on
inclusive education should target pre-service teechvho are keen to apply this new method of teach their
classrooms, more than in-service programmes.

Teachers enter into a learning experience withsk-¢antred (or problem-centred or life-centredeotation to
learning. Teachers’ experiences are importantémtiocess of implementing inclusive education stheg are used
to dealing with learning problems.

Teachers are motivated to learn by both extringid mntrinsic motivators. Quality teacher trainingosld be
designed to sustain intrinsic motivation among ta@spiteachers.

Knowles (1984) has been very active in propoundmg set of principles for teaching adults and evefers to
them by a distinctive name, andragogy, by whiclintends to separate the principles from those useedagogy,
the teaching of children. Knowles (1984) arguest tihhe andragogical principles are quite differrotn what
happens in most of our school systems where theehisdhat the teacher knows best what is to bghiaand
learned and where students are expected to learsatie things in the same ways. Clearly, childneglémentary
schools do not have the experience to draw frogetdheir own learning agendas.

Knowles’ andragogical message is that effectivehizgy begins with where the learners (in this ctise teachers)
are. Learners will learn faster if what they anedging has an immediate effect on their currentasion in life. That
is not to say that the instructor cannot alter Ismners’ intellectual whereabouts by adding nefermation to
them, only that the adding will be more effecti’& builds on the foundation of interests and ustinding already
in place.

In a study of the way in which the South Africanlg&ducation system needed to assist learnersgliwith HIV,
key informants pointed out that, although trainseyvices existed, there was little liaison betwgemernment
departments and universities with respect to tngimieeds to meet the crisis (Kvalsvig et al., 20@fjention to
detail in education planning would boost the calitas of the system. Even if sufficient resourcasinot be found
to provide additional or relief staff, informati@haring and supportive partnerships of the kinctiilesd can and
should be developed at comparatively little cost.
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